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ABSTRACT ,

The relationship between cognitive and affective
variables in the context of predicting student achievement
performance in the classroom is examined. Specifically, the study
examines the two-part question: 1) to what extent, and 2) in what
manner can classroom achievement (grades) be predicted by selected
cognitive and affective variables. The findings of the study lend
further clarification to the prediction of classroom achievement. As
expected, cognitive variables contribute to explaining variation in
classroom grades, but the combination of cognitive and affective
variables in a six predictor equation explain only 32% of the
variation in grades. The authors conclude that moderate relationships
between cognitive measures and classroom achievement should be
accepted and future research might include personality
characteristics in studies of differences in classroom achievement.
Short reviews of the literature to date are included. (Author/SES)
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Affective and Cognitive Correlates of Classroom Achievement:
Research for the Counselor

Robert K. Gable

Arthur D, Roberts

Counselors have long recognized the failure of researchers to incorporate
affective variables into their studies of étudent classfoom performance. Pre-
dictions of student success based upon cognitive variables have thus far proven
only moderately successful. In spite of this dilemma, the current interest
in behavioral objectives and performance contracting rests upon a base which
emphasizes cognitive measures.

We know that there are variations in student perfrirnance which cannot be
adequately expiained by existing cognitive measures. Mary cdunselors feel .
that affecti#e considerations such as the motivation to lesrn, which is itself
a complex of attitudes, environhents, and self-concept, must be studied in
order to understand all the ramifications of the learﬁing process, Even-more
impoftantly, the relationship between affective and cognitive variables should
be éxémined further so that counselors sd teachers can pian for successful

learning experiences.

lPaper presented at the American Educational Research Association Annual
Meeting, Division E: Counseling and Human Development, New Orleans,
February, 1973. - _ ‘
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This paper will review several studies which have émpiridally examined
the relationships between selected cognitive and affective variables. Studies
concerned with correlates of general attitude toward school will precede those
studies employing measures cf attitude toward specific subject arers. Following
this review, the methodoloéy and results of the present study will be described.

General Attitude Toward School

In the area of overall attitude toward school,ijgckson and Lahaderne (1967)
measured the attitudes of 292 sixth grade Ss on the Michigan Student Question-
naire énd the Student Opinion Poll II. Correlations between attitudes toward
school and scholastic achievement, defined as classroom grades and sténdardized
achievement'test scores were found to be negligible; no sex differences were
discovered. These findings contributed to Jackson's (1968) review of the
literature which concluded that little significant relationship existed between
attitude toward séhool and teacher grades. In another study Jackson and
Getzels (1959 identified 55 smti=fied and i < .Asatisfisf sme-fresiman thromgh
senior hign -s5¢E0cl S: on e basis of 531 S*z resgammes b Uhz"FHudent Opiniom
Poll. Analy::iz of data obtai-ied from administering nine stendardized cognitive
- (ability and achievement) and affective measures to the satisfied and dissatis-
fied Ss indicated that no significant differences betweer atiitude groups
were present for intellectual ability and academic achievement (grades were .
not used in this study). But satisfied Ss were significantly higher than.
dissatisfied Ss on several affective measures such as the California Person-
alitleest (persornal-social adjustment) and tke‘Adjective Chéck List. Jackson
and Getzels concluded that the attitudinal différences were clearly a reflection

of personality -characteristics,
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Contrary to the findings of Jackson and Lahaderne (1967) and Jackson and
Getzels (1959), several studies havé reported significant relationships between _
general attitudes toward school and certain types of achievement. In a study
of 92 eight graders, Malpass (1953) found no relationship between attitude
(Sentence'Completion Test, School Pictures Test, and Persénal Document Test)
and achievement test.scores (Stanford Reading and Arithmetic), but reported
a significant relationship between overall attitude toward school and class—
room grades (correlations of .57, 45, and .31 for three.attitude measures).
Similarly, Cartef (1959) has reported correlations near r = .60 between
attitude toward schooi (California Study Methods Survey) and grade point
averages for two samples of tenth and eleventh graders.

Employing a different apbroach than the correlational studies previously
reported, Brodie {1964) examined differences in achievement on the Iowa Tests
of Educational Development for eleventh grade Ss identified as satisfied and
dissatisfied with school. (Satisfaction-dissstisfaction was def’ned as béing

% standard deviations above or bslow the-zroup mean on the Zzuderxt Opinion
Poll.) Satisfied Ss, especially females, sigrificantly outperfrrmed dissaiis—
fied Ss in several achievement areas. | ]

In light of Jackson and uetzels! (1959) suggestion that attitude toward
school may, be a reflection of pérsénality characteriétics, Williams (1970)
administered the Bell Adjustment Inventory and the Tennessee Self Concept
Scale to 130 high school Ss who were categorized as satisfied or dissatisfied
with school (satisfied and-dissatisfied were cdefined as being 1.3 SDs above
or below the normative mean on the California Study Methods Survey attitudes

toward school scale). Analysis of the personality data, along with measures
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of ihtelligence, achievement, and teacher grades, indicated that the satisfied
Ss scored significantly higher in the ability, achievement, and-personality
areas. Highly significant was Williams' further classification of the relation—
ship between attitudes and personality characteristics. The satisfied and
dissatisfied groups were first equated on the basis of intelligence scores.
Following this, no achievement test differences were found, but the dissatis-
fied Ss were significantly below the satisfied Ss on all personality charac-
-teristics and on_grade point average as well. Thus, it appears that personality
characteristics are important éonsiderations‘when studying attitudes toward
school.

Attitudes Toward Specific Courses

An important consideration when examining the relationship between
attitudes and achievement is the nature of the -attitude measured. The 'studies
mentioned thus far in this-review have :all dezlt with general or overall
gttitudes toward school. Afbter considering Jeckson's (1968) review of research,
Neale, Gill, and Tismer (1970) suggested that overall attitude toward school
may not be related to achievement, but attitudes toward specific school subjects
may be in‘that specific -subject area. While theirlformer suggestion is contrary
to the several studies reviewed thus far, their hyﬁothesis of relationships
of ettitudes'in specific subjects to achievement in that area must be
examined further. In their review Neale, et. al, (1970} point out that in
studies done by Bassham, Murphy, and Murph& (1964) and Amttonen (1967) signif-
icant relationships were fqund between attitudes toward specific school subjects
‘math) and achievement in that subject. Neale, et. al. (1970}

employed semantic differential techniques to obtain'attitude toward school,
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teacher, arithmetic, social studies, science, and reading scores for 215 sixth
grade Ss. Correlations between the specific area attitudes, intelligence, and
achievement (SRA Achievement Series) were generated. Significant.correlations
(from .27 to .35) between parallel attitude and achievement areas were found
for males in social studies, arithmetic, and reading and for females in read-
ing. Imploying regression techniques to examine the manner in which intelli-
gence, pre-test achievement and specific attitude could predict post-test
achievement, Neale;, et. al. (1970) ipund that.pre—test achievement was
consistently the best predictor; onl in timzs case of males in arithmetic did
attitude toward arithmetic contribuce significantly to predicting post-test
achievement.

Thus, in many studiz=s of the type r=viewed it is difficult <o
ascertain whether or not the distimprishing elemerm . inm:=mplaining the reported
findings is wissther it was overall attitudes toward school or attitudes toward
specific courses which were studied. Whereas attitudes toward specific courses
appear consistently correlated with achievement performance, they explain little
variation in the regression of attitude on achievement (Heale, et. al., 1970).
Also, the studies examining overall attitude toward school are contradictory
and only tend to support the hypothesized relétionship. Comparisons across
studies are difficult and risky since different classréom achievement reinforce- -
ment models (competitive vs. non—pompetitive; Williams, 1970) as well as
méasuring instruments and sampie characteristics have béen employed.
ijectives

The general objective of this study'was to further examine the relation—~

ships between cognitive and affective variables in the context of predicting
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student achievement performance in theiclassroom. The specific objective
was to examine the following two-part question: (1) To what gggggghwand
(2) in what manner can classroom achievement (grades) be predicted gy selected
cégnitive and‘affective-variables?
Methods and Techniques

Instrumentation

The instrumentation employed consisted of the Watson-Glaser Critical
Thinking Appraisal (Watson and Glaser, 1951), the Coamerative English Test
(Reading Comprehension Sectior}, Frymier's JIM Scale (Frymier, 1965), and the
Gable and Roberts Attitude Towarc: School Zubjectz (GRASS) ‘memsmre .Zzble and
Rofrerts, 1972). Einal grades.in=ocial swudies ware also wvilized. The
Watson-Glaser Appraisal generated scores in the following areas: inference,
recognition of assumptions, -deduction, interpretation, and evalustion of
arguments. The Cooperative English Test yielded vocabulary, level of
compfehension and speed of comprehension scores; the JIM Scale yielded a
motivation toward school score whicﬁ has been referred to as a measure of
-academic motivation since it usually correlates around .38 with grades.
Frymier (1965) also reports that JIM Scale scores have been found to bé
Asignificantly higher for overachievers than for underachievers (standardized
échievement tests) and for gfoups of students identified by teachers as highly
-motivated. The attitude toward scﬁool subjects measure (GRASS) yielded two
attitude toward social studies scores which were generated through a factor
analysis. These were (1) general interest in, and (2) perceived usefulness
of thé subject. The content and construct validity and internal consistency
reliabilities of the 23 Likeft item attitude measure have been described by E

Gable and Roberts (1972). : ;
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The extent of the relationship between the cognitive and a=fective
variables and classroom achievement ig social studies was examined by gener-
ating product moment and multiple correlations for selected sets of cognitive
and affeptiVe variables and end~of-the-year grades in social studies. Finally,
the manner in which cognitive and affective variables predicted classroom
achievement was examined by performing é step-wise multiple regression analysis.
Data Source |

The participant: i: this study cansisted of 431 eleventh grade students
from two high schools in a small city of épproximately 46,000 people. The
community served by these schools is essentially white middle class (blue and
white collar) with one of the lowest per pupil expenditures in the state of
Connecticut. Data was gathered on all measures except grades in September;
final grades were thained in June. The classroom situation could be classi-
fied as competitive with respect to achieving grades in courses,

Results and Discussion

Table 1 contains the intercorrelations, means, and standard deviations
for the cognitive and affective predictors and the criterion variable (social
studies grades), Inspection of the intercorrelations among the predictors
indicates that, as expected, the inter- and intracorrelations for the cognitive
measures (Watson-Glaser and Cocperative English) tend to be higher than the
correlations between the cognitivé and the affective measures. Also, while
the.attitude toward social studies measures (interest and usefulness) tend to
be unrelated {o any of the cognitive or affective predictors, motivation toward
school was slightly related to the cognitive measures and unrelated to attitude

toward social studies (interest and usefulness).
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To examine'phe specific objective of this study, one must consider the
relationships found between thélcognitiVe and affective predictors and social
studies grades. Inspection of theITable l‘entries shows that the highest
correlations with grades were found for the cognitive Cooperative English
scales: speed of comprehension (r = .41, p<.01) and vocabulary (r = .40,
P ¢.01). But the affective measure, JIM Scale motivation toward school, was
almost equally related to grades (r = .40, p¢.0l). While the remaining cogni-
tive Cooperative English and Watson-Glaser scales were moderately related to
social studies grades, attitude toward social studies: general interest and
perceived nsefulness were negatively relaied to grades. The negative‘corre—
lation was puzzling as it suggests a tendency for an inverse relationship
(r= -.20, p<.Ol) between one's perceived usefulness of social studies and
his achievement in the classroom.

Table 2 presents the results of the step-wise multiple regression analysis.
Of particular interest are the multiple correlations which, like the zero-order
correlations presented in Table 1, indicate the extent of the relationship
between a set of cognitive and affective variables and social studies grades.
The combination of the increases in the multiple correlations to around . 568
and the F values for the régression weights for variables which entered’ into
theAeguation suggest that the most efficient equation'would probably include
the six predictors: speed of comprehension, motivation toward §chool, inter-

pretation, perceived usefulness, vocabulary, and recognition of assumptions.2

2The weights for the six variable equation were as follows: .13, .10, 42,
“'.52' 016, and .27; Constant = 55’31.
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But still, this six predictor equation explains only 32% of the vaciation in
grades (sve Table 2, R squared).

It is important to note the manner in which the grades were predicted.
The first variable was a cognitive one, but the second variable to enter the
regression equation was the affective measure of motivation toward school.
Thus, the contribution of affective variables in explaining the variation in
classroom achievement is supported. But fhis conclusion muét be clarified.
The two affective measures employed in this study (motivation toward school
and attitude toward social studies) were not empirically related to each other
(see Table 1). Thus, one's academic motivation toward school, which is measured
by the JIM Scale, contributes to the prédiction of classroom achievement, but
one's general interest in or preceived usefulness of the subject of sociél
studies is either unrelate& or inversely related to social studigs grades.
Conclusions

The findings in this study lend further clarification to the prediction
of classrcom achievement. As expected, cognitive variables contribute to
explaining variation in classroom grades. But the combination of cognitive
and affective variables in the six predictor equation still omly explain
about 32% of the variation in grades. Also, if the general attitude toward
school measﬁres employed in several studies are similar to the JIM Scale,
then some additional compérisons may be in order.s (It may be that the JIM
Scale represents more of a devise for measuring academic motivation than any
other quality, If this construct differs from the construct of general atti-
tude toward échool measures employed in other studies, any comparisons with _

these studies can be made dnLy with the greatest caution). The significant
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correlation of motivation towafa schovl with social studies grades lend
support to the studies by Malpass (1953) and Carter (1959), 5ut are not in
agreement with the findings of Jackson and Lahaderne (1967) or the review by
Jackson (1968). Also, the lack of any significant relationship between the
measures of -attitude toward social studies and social studies grades is |
generally contrary to the findings of Bassham, et. al. (1964): Anthonen (1967),
and Neale, et. al. (1970).

Thus, the-distinguishing feature in explaining differences in reported
findinés does not appearAto be whether or not. general attitudes toward school
or attitudes toward specific subjects was studied.

Perhaps the construct of motivation or attitude toward school reflects
larger personality charaéteristics such as those studied by Jackson and
Getzels (1959) and Williams (1970). In these two studies siguificant person-
ality diffefences were found in favor of Ss satisfied with school. Perhaps
we should accept the moderate relationships between cognitive measures and
classroom achievement and give more thought to including several personality
characteristics in studies which éeek to explain differences in classroom

achievement.
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